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ABSTRACT 

This paper presents a proposal for improving the 
relationship between the communities of research on teaching and 
teacher education t An examination is made on ways existing research 
on teaching might be used in curriculum planning for teacher 
education. Three changes are called for: (1) that researchers and 
teacher educators understand each other's work more profoundly; (2) 
that the curriculum planning process in teacher education be clearly 
delineated; and (3) that the concept of the newly graduated teacher 
be changed from that of "inexperienced expert" to "well-started 
novice." This concept, it is pointed out, would characterize 
beginning teachers as individuals who lack professional experience, 
but who are actively learning and continuing to develop toward expert 
status. It is argued that research on teaching could be made more 
useful in teacher education settings by conceptualizing the research 
outcomes as consisting not only of findings and implications, but 
also of concepts, theoretical models, questions, methods of inquiry, 
and case studies. It is predicted that appropriate use of research on 
teaching in the service of teacher preparation will not make teac7ier 
education easier, but will make it more appropriately complex. 
(Author/JD) 
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Abstract 

This paper presents a proposal for improving the relationship between the 
communities o£ research on teaching and teacher education. The author first 
calls for three changes; (1) that researchers and teacher educators begin to 
take one another's work more seriously, (2) that the curriculum planning pro- 
cess in teacher education be described, and (3) that the conception of the 
newly graduated teacher be changed from that of "inexperienced expert" to 
"well-started novice/' The author then argues that research on teaching could 
be made more useful in teacher education settings by conceptualizing the 
outcomes of this research as consisting of not only findings and implications, 
but concepts, theoretical models, questions, methods of inquiry, and case 
studies. The paper concludes with the prediction that appropriate use of 
research on teaching in the service of teacher preparation will not make 
teacher education easier; it will make it more appropriately complex. 



RESEARCH ON TEACHING AND ThE CONTENT 
OF TEACHER EDUCATION PROGRAMS; 
AN OPTIMISTIC VIEWl 

Christopher M, Clark^ 

The ideas expressed here evolved from reflection on aiy work as a 
researcher on teaching and as a teacher educator. My optimism about the 
frui tfulness of connections between these two domains of practice comes from 
personal experience in making these very kinds of connections in my own work. 
The connections between research and teacher education ate still far from per- 
fecti but I believe that both fields have reached a watershed period in which 
the interests of both will be served by taking a creative look at how research 
can serve teacher education. 

A number of researchers have purported to show that research on teaching 
has not been, cannot be, and should not be applied to the practice of teaching 
or that special branch of teaching that is teacher education. For example. 
Heath and Neilson's review (1974) of research on teaching led them to conclude 
that this work was, because of various methodological and conceptual flaws, a 
completely unsound basis for recommendations to practice. Phillips (1980) 
provides a list of logical and philosophical pitfalls and errors that erode 
what little confidence may remain in deriving implications for practice from 
educational research. And Eisner (1984) castigates researchers for pre- 
scribing that practitioners ground their teaching in research when they them- 
selves (as university faculty) seldom, if ever, seem to take their own 



^Paper presented at the annual meeting of the American Educational 
Research Association, New Orleans, Louisiana, April 24, 1984. 

^Christopher M. Clark is co-coordinator of the IRT's Written Literacy 
Forum and a professor in MSU's Department of Counseling, Educational 
Psychology, and Special Education. 
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medicine. (But see Baker (1984) for a cogent argument against Eisner's logic 
on this' point.) Needless to say, ray optimism does not arise directly from 
analyses such as these, although I believe they are constructively provocative 
pieces of work. 

Nor does ray optlralsra come directly from the writings of scholars such as 
N.L. Gage who, In his 1972 book. Teacher Effectiveness and Teackev Education ^ 
argues that the major mission of research on teaching is to discover "'suc- 
cessful' teacher behaviors" (p. 28) that can then be Uught directly to pro- 
spective teachers. This logic, further elaborated In Gage's more recent book, 
The Scientific Basis of the Ar^ of Teaching (1978), leads to and supports 
various forms of corapetency -based teacher training. But this Is not what I 
advocate here. 

No, what I offer is a taxonoray describing the variety of ways In which 
existing research on teaching might be used in curriculum planning for teacher 
education. My major thesis Is that both proponents and opponents of using 
research on teaching in the practice of teacher education have taken unproflt- 
ably narrow views of what research has to offer and how what It has to offer 
might be used. My hope is that, by broadening their conceptions of what 
research has to offer to teacher education, researchers can escape from the 
dilemma that Wagner (1983) refers to as a "cognitive knot"--a situation in 
which one says alternately, "Teacher education must be based on research!" 
and "Teacher education is not based on research." 

Conditions for Mutual Exchange 
Before I get to my list of ways In which research on teaching can serve 
teacher education, I want to discuss three conditions that I believe are 
necessary for rautuallv profitable relations between the communities of 
research and teacher education. 
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Take Eaca Other Seriously 

Firsts I believe that members of each community must take seriously their 
own work and that of the other community. Taking one's own work seriously is 
not usually a problem (although most researchers have encountered colleagues 
who have retreated into cynicism). But it is not uncommon for researchers to 
view the work of teacher education as intellectually simplOi relatively less 
demanding, and technically^ rather than conceptually , oriented. Some teacher 
educators, tor their part, view researchers as isolated and impractical people 
who pursue their own parochial interests with little or no sensitivity to the 
questions and needs of practice. Attitudes like tliese are all but certain to 
preclude mutually profitable communication* 

One antidote to thi^-^roblem, I believe, is for more of those who iden- 
tify themselvs as researchers to also become teacher educators and more of 
those who are primarily teacher educators to also become researchers. During 
the past two academic years, I have become more of a teacher educator Uirough 
supervising doctoral dissertations in teacher education; co-teaching a new 
course to prospective teachers; working with a faculty group engaged in plan- 
ning, operating, and improving a new teacher education program; and by collab- 
orating in an exploratory study of knowledge, decision making, and action 
among supervisors of a student teaching practicum. I must confess that none 
of these experiences arose from my own initiatives-*! was drawn into tliem with 
varying degrees of reluctance. But my efforts to do well as a teacher edu- 
cator, as a novice, and as an insider have raised my appreciation of tiie 
Intellectual demands, the complexity, and the rewards of this kind of work. I 
suspect that a similarly positive set of changes would take place for teacher 
educators who work to become insiders in the research community. 
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Apprehend Curriculum Planning 

A second initiative that could encourage rapproachment between research 
on teaching and teacher education is to describe and bettor understand the 
curriculum planning process in teacher education. Although I believe that 
there is no well-documented description of curriculum planning in teacher edu- 
cation » some of what has been learned from the study of teacher planning 
(Clark, 1963) and of the diffusion of educational innovations might be rele- 
vant here* At the very leasts these bodies of descriptive research suggest to 
me that (a) the process of curriculum planning in teacher education is prob- 
ably different from that prescribed by curriculum theorists; (b) many "non- 
research considerations'* enter into this planning process (e.g., the 
university calendar, budgets, available personnel, tradition, poll ticiza tion 
of credential regulations, field-site demands for practice teaching); (c) com- 
prehensive planning and review of the entire teacher preparation process is 
rarely undertaken; and (d) ideas for changes in the curriculum that originate 
outside the system are rarely integrated into the teacher education curricu- 
lum* Even if only one of these four hypotheses proved true, it would be worth 
the cost of finding out, because investigation would reveal that present 
thinking about research and practice is at least partially grounded in miscon- 
cep tions. 

Reexamine What a Teacher Education Graduate Is 

Third, teacher educators need to reexamine their conception of the fully 
prepared graduate of teacher education programs. Who is this (usually) young 
person who })as more or less successfully jumped through the hoops of an under- 
graduate teacher education program? Unfortunately, I believe those who have 
instructed the new graduates have set them (and their employers) up to 
believe that they are ^'inexperienced experts'* at the art and science of 
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teaching. That iS) they are people who have most of the technical skills and 
disciplinary knowledge of master teachers, but who lack only a year or so o£ 
whatever it is that experience teaches* In their hearts, of course, graduates 
recognize this as a set-up, another of Wagner's cognitive knots: *'X must be 
an expert"; "But I don*t feel like an expert," And the typical resolution of 
this distress is for graduates who do get teaching Jobs to declare that much 
or all of their teacher education was irrelevant, useless, or misleading-- 
throwing out the good with the bad. 

I propose a more .cons tructive view of the new graduate of a teacher prep- 
aration program — that of "well-started novice." A novice lacks professional 
experience, has a general orientation to the profession, some as yet unprac- 
ticed pedagogical skills, and some academic knowledge of one or more fields. 
Most importantly, tl^e acknowledged role of the novice is to learn, to actively 
continue in his/her development toward expert status. John Dewey (1904) pro- 
posed essentially this vision of the newly graduated teacher 80 years ago. 
Just imagine how this change in vision could take the pressure off teacher 
educators, their students, cooperating teachers in the practicum experience, 
and the teachers and administrators who work with graduates. The focus for 
all concerned could shift from evaluation in relation to an unattainable cri- 
terion (instant expert) to support for integrating university experiences with 
practical experiences and for learning how to learn from experience. 

To summarize^ I believe that improved conditions for making use of 
research on teaching in teacher education would result from (a) teacher edu- 
cators and researchers coming to know and Uke seriously one another's profes- 
sional domains, (b) a better understanding of the curriculum planning process 
in teacher education, and (c) a revised vision of the teacher education gradu- 
ate as a well-started novice* There are a number of ways in which existing 
research on teaching might be useful in such a world. 
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Enriching Teacher Education Curricula 
Briefly, my proposition is that research on teaching has six different 
but related classes of outcomes that can be used to enrich teacher education 
curricula: 

1, observed relationships among variables, 

2, concepts, 

3, theoretical models, 

4, questions, 

5» methods* of inquiry, and 
6. case studies. 

My hope is that by thinking more broadly and divergently about what research 
on teaching has to offer (e.g., the six classes of outcomes), researchers 
might improve both the research on teaching enterprise and the practice of 
teacher education. At ti\^ very least, both sets of parties may come to 
believe tliat the grounds on which tliey could meet are larger and have a more 
varied and interesting terrain than is typically tliought. 

Observed Relationships Among Variables 

Classically, the fruits of the research process are expressed as "find- 
ings and Implications/' The •'findings" part of this dyad consists of brief 
summary descriptions of the observed relationships among variables studied, 
while the "implications" are Inferences drawn by the researchers that typi- 
cally go beyond tlie data. To ovevslraplify , findings are observed facts about 
the world, and implications are what tlie investigator believes these facts 
suggest about how practitioners should behave in situations similar to tlie 
experimental one. The facts that many researchers on teaching pursue consist 
of causal statements about the relationship between particular teacher behav- 
iors and measured student achievement. Researchers have pursued still other 
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kinds of facts about teacher thinking and have sought to describe how teachers 
plan, process Information, and make decisions (see Clark & Peterson, 1984). 
Both kinds of research have helped establish research on teaching as a dis- 
tinct and even thriving field, but the direct translation of findings and 
Implications Into prescriptions for the teacher education curriculum has not 
worked well for all of the reasons articulated by Cronbach (1975), Eisner 
(1984), Fensterraacher (1979), Floden and Feiman (1981), and Phillips (I980)t 
In my judgment, those findings that describe observed relationships among 
teachers' and students' visible or cognitive behaviors are the least likely to 
be directly useful in decision making about the content of teacher education 
programs. The specific findings of research on teaching relate to a narrow 
and decontextuallzed slice of what teachers do t rather than to what It Is like 
to he a teacher. Undergraduates are preparing themselves to he teachers, to 
be accepted members of the professional community of educators* *'Sklll with- 
out an overriding vision can be self -llml ting'* (Baumbach, 1983). 

However, I do have a suggestion that might yield additional mileage from 
reexamination of this research, I liave long believed that ineffective 
teachlng--poor teaching, If you wlll--ls due less to the absence of particular 
effective strategies and teacher behaviors than It Is a consequence of the 
presence of things that teachers sometimes do that sabotage what could other- 
wise be good teaching. When, for example, students are faced with double 
binds and mixed messages about competition and cooperation, meritocracy and 
egall tarlanlsra, equality of opportunity and (self-fulfilling) prophecies about 
the normal distribution of achievement, even technically excellent teaching 
may have mediocre effects, I propose to rephrase the big question of 
researchers on teaching effectiveness from, •'What kind of teaching (or teacher 
thinking) works best in almost all situations?" (a discouraging question to 
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pursue) to "What have some teachers done sometimes that have fouled things 
up?" Taking this perspective, could a reexamination of tlie literature of 
research on teaching yield ideas about what are some of these avoidable imped- 
iments to good teaching and school learning? And would it not make sense to 
Include attention to these empirically observed Impediments ar»d pitfalls in 
teacher preparation programs? (Remember that the Ten Conmandments have stood 
up for so long, in part, because they constitute a short list Largely about 
what people should not do, rather than a detailed prescription for what people 
should do. Perhaps proscriptions are more genera Llzable tlian prescriptions.) 

The researchers who did the original work may have to be the ones who 
lead the search for evidence of Impediments to good teaching, because explicit 
attention Is seldom given to this side of teaching effectiveness when a study 
is first reported. Such evidence Is more often present In the parts of the 
story that are left out of journal articles and technical reports or In some- 
times speculative explanations of surprising or seemingly paradoxical find- ...^ 
Ings. To Illustrate from my own work, I was part of a team that did a labora- >i 
tory study of teacher planning and teaching effectiveness In 1974 (Peterson, 
Marx, & Clark, 1978). One surprising finding was that, among 12 teachers who 
thought aloud while planning, a significant negative correlation existed 
between the raw tiumber of planning statements they made and their students' 
post-teaching achievement- test scores. Paradoxically, more planning was 
associated with lower achievement, and that is where we left matters In 1978. 
Now, with several years of hindsight, 1 believe a more satisfying and logical 
explanation exists for tlils anomaly: The teachers with the largest numbers of 
planning statements were those who focused their attention almost exclusively 
on reading and reviewing the content to be Uught, devoting little or no plan- 
ning time to th2 process of instruction. These teachers (legitimately) used 
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their planning time as a study and curriculum review cession and emerged with 
Increased knowledge of their subject matter, but without a well-thought-out 
plan for instruction. This loads me to make a practical suggestion: that 
teachers and prospective teachers should pay attention to how they spend thel^ 
planning time and to the balance between attention to subject (itCtter and 
attention to the instructional process. Novices, especially, should be cau- 
tioned that planning for teaching Is different from studying for a test (even 
though there is sometimes a test-like quality to observed sessions of practice 
teaching) » 

Concepts 

A second category of outcomes of research on teaching is that of con- 
cepts, verbal labels for phenomena that researchers have found useful in 
describing the dynamics of tiie classroom, aspects of teaching and school 
learning, and the curriculum. From tiie researcher •s point of view, concepts 
about teaching are seen as a means to the end of defining variables and subse- 
quently measuring strength and direction of relationship among those vari- 
ables. But I think that concepts themselves, when they are usefully descrip- 
tive of teaching, can be valuable products of research on teaching and 
potentially useful in planning tiie content of teacher education programs. 
Examples of concepts of this kind Include academic learning time (Fisher, 
Berliner, Filby, Marllave, Cahen, & Dlshaw, 1980), academic work (Doyle, 
1983), wait time (Rowe, 1974), tlie steering group (Lundgren, 1972), wlthltness 
(Kounln, 1970), Incremental planning (Clark & Ylnger, 1979), and tlie occasion 
for writing (Clark & Florlo, 1982). Many more concepts of this kind that 
originated in research on teaching are not obvious to the naive observer of 
the practice of teaching. These concepts should be a part of the conceptual 
vocabulary of novice teachers. Concepts help people organize, make sense of, 
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communicate about^ and reflect on their experiences* A teacher education 
program that equips its graduates with some of the means to do these things is 
on the right track. 

Theoretical Models 

A third outcome that could be applied to teacher education is the theo- 
retical model. By this I mean verbal or graphic representations of the rela- 
tionships among concepts in teaching- learning situations. Theoretical models 
can serve all of the functions that I attributed to concepts abovcy and they 
also provide a more comprehensive framework for thinking about and perceiving 
classxooms in their complexity. Examples of theoretical models and constructs 
that could serve these purposes include the Carroll Model of School Learning 
(Carroll, 1963), Shavelson and Stem's (1981) and Peterson and Clark's (1978) 
models of teacher interactive decision making, Yinger's (1977) process model 
of teacher planning, and the participation structure of the classroom 
(Philips, 1972; Shultz, Florio, & Erickson, 1982). It is important, I 
believe, that abstractions of the kind tliat these models represent be taken as 
heuristic and suggestive rather tlian as prescriptions for "the correct way to 
think about teaching." Indeed, their principal value in teacher education may 
be that exposure to multiple theoretical models could encourage novice teach- 
ers to examine, make explicit, and refine their own implicit theories. 

Ques ttons 

The fourth outcome of research on teaching on my list is questions. Here 
I commend to you both questions that are posed at the outset of a study and 
used to guide inquiry (typically called "research questions") and questions 
that are raised later, both when researchers are trying to make sense of the 
data and when they are calling for additional research* A novice can learn a 
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great deal about what is problematic in teaching by learning what challenging 
and partially answered questions thoughtful researchers ask. Even (or perhaps 

especially) when questions saem to have no definitive answers, they can serve 
to orient professional reflection. Similarly^ researchers could learn a great 
deal from taking the concerns and dilemmas of practicing teachers into account 
as they frame the questions that guide their research. Examples of generative 
questions being addressed by researchers on teaching include: Why is writing 
so difficult to teach? What are the possibilities and limitations of small- 
group cooperative learning? What makes some schools more effective than 
others? What roles do textbooks play in school learning? How can individual 
differences in student aptitudes for learning be accommodated? What roles do 
teacher planning, judgment, and decision making play in classroom instruction? 
How do teachers* Implicit theories affect their perceptions and behavior? 

Methods of Inquiry 

Fifth, research on teaching can be a source of methods of inquiry by 
inventing, demonstrating, and discovering the limitations of various tech- 
niques and tools for describing and understanding teaching. Teacher educators 
and their students need ways of seeing, describing, and analyzing the complex- 
ities of teaching tliat go beyond what one can do with unstructured, on-the- 
spot observations. Researchers have developed many category systems for 
counting and rating the quality of teacher-student interaction (Simon & Boyer, 
1970), including some that focus on dyadic interactions between the teacher 
and particular students (e.g., Brophy & Good, 1974). The technology of micro- 
teaching was originally developed to meet the needs of researchers on teaching 
and has been adopted as a useful part of many teacher preparation programs* 
More recently, researchers studying teachers* thought processes have employed 
stimulated recall, think-aloud procedures, and structured Journal writing to 
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make visible the formerly hidden world of teaching. And practitioners of the 
ethnography of classrooms have provided clear examples of what their methodol* 
ogy can accomplish as well as improved guidelines for how to pursue this kind 
of inquiry and what some of its limitations aret All of these methods of 
inquiry offer interesting possibilities for adaptation in teacher preparation 
programs 1£ an important goal of teacher education is to equip graduates to be 
reflective^ analytiCi and constructively critical of their own teaching. 

Case Studies 

Sixth| and finallyi research on teaching has recently been producing case 
studies — rich and thick descriptions of classroom events--ranging In duration 
from a few moments to an entire school year. Case studies can serve a number 
of valuable purposes in teacher education programs, including illustration of 
concepts and theoretical models in context^ providing opportunities for teach- 
er educators and their students to analyze and reflect on real classroom 
events from a variety of disciplinary points of vieW| and illustrating how the 
perspective held by the researcher shapes and limits the form and content of 
the resulting case study. At Michigan State University I and my colleagues 
Robert Floden and Susan Florio-Ruane have been using case studies from 
research on teaching to serve these purposes in our undergraduate teacher edu* 
cation courses in educational psychologyi the philosophy of educationi and 
language arts methods. 

In conclusion, I believe that research on teaching has a great deal to 
offer to teacher education if one thinks more broadly than most people are 
accustomed to about what research actually produces. Observed relationships 
among operationally defined variables in a particular study may be the primary 
product of research for the audience of other researchers. But prospective 
teachers can and should be helped to become reflective and autonomous 
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professionals by having faculty share with them the concepts, models, 
questions, methods of inquiry, and case studies that research on teaching also 
produces. And Just as the novice teacher, so prepared, must still face a com- 
plex and demanding problem-solving situation in his/her own classroom, teacher 
educators roust also continue to wrestle with what, how, when, and whether to 
use the products of research on teaching in their curricula. Research on 
teaching probably will not make the process of teacher preparation simpler, 
but it can be used in ways that make teacher education more appropriately com- 
plex. For me, this constitutes progress. 
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